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CHAPTER I
THE PROBLEM
Introduction
Since the Right to Read effort was launched in 1969,
there has been an upsurge of interest and concern by educa-
tors and society in general regarding this important issue.
That every normal child must learn to read has brought to
the foreground many questions which previously were not
raised. Although millions of dollars and man hours have
been spent in seeking solutions to these questions, the rea-
son why some children do not learn to read still remains a
mystery.
The Right to Read effort has focused special atten-
tion on the so-called "disadvantaged" child. The ultimate
reading goal for this child is no different from that of
other boys and girls. However, the short-term and day-by-
day reading goals for the disadvantaged child will have to
be somewhat different if the ultimate goal is achieved by
the time he leaves school. This is true particularly in
terms of approaches and methodology.l
1
J~ Allen Figurel, ed., Reading Goals for the Disad-
vantaged (Newark, Delaware: International Reading Association,
1970), p. 1
1
2Figurel quotes sociologists as saying that by 1975
two out of three children in school will be classified as
disadvantaged. Test scores for the disadvantaged children
in large cities indicate that "progressive retardation" is
taking place. The longer a child remains in school the
less progress he makes in relation to his capacity for
learning to read. l Deutsch has coined the term "cumulative
deficit" to describe this progressive retC!rdation. 2
The continued use of standardized tests as instruments
of apprai~al in determining whether 6r not the goals of the
Right to Read are being achieved raises doubts as well as
questions. Because of cultural differences among the dis-
adv~ntaged it becomes an almost hopeless task to measure
achievement and potential with presently available tests. 3
Statement of the Problem
The writer's purpose in th~s paper was to investigate
the literature concerning contributing factors which limit
the disadvantaged child in academic achievement as measured
by standardized tests.
lIbid., p. 2
2Martin P. Deutsch, "The Role of Social Class in
Language and Cognition,n American Journal of Orthopsychia-
try, XXXV, (1965), p.' 83.
3Manfred Adler, "Intelligence Testing of the Cultur-
ally Disadvantaged:~ Some Pitfalls, ft Journal of Negro
Education, XXXVII (Fall, 1968), p. 364.
3
The writer felt the urgency to make such an investi-
gation as a result of seeing the comparison of scores ob-
tained on a group IQ test versus those on an individual IQ
test. The individual IQ test yielded substantial differen-
ces which appears to indicate that potential often exceeds
performance depending on circumstances. Table 1 includes
the data obtained from two groups of Negro children tested
over a two-year period.
TABLE 1
DIFFERENCES BETWEEN THE KUHLMANN ANDERSON IQ SCORES AND
THE SCORES OF THE WECHSLER INTELLIGENCE SCALE FOR
CHILDREN (WISe) OF TWO GROUPS OF NEGRO
CHILDREN OVER A TWO YEAR PERIOD·
Student
Kuhlmann
Anderson
Score
WIse
Score Difference
1970
D. B. 90 104 +14
J. D~ 71 86 +15
L. F •. 70 87 +17
T. J. 123 118
- 5
P. J. 98 94 - 4
K. M. 105 112 + 7
R. o. 71 98 +27
s. S. 84 93 + 9
P. s. 77 100 +23
c. T. 71 92 +21
TABLE l--Continued
Kuhlmann
Student Anderson WISe Difference
Score Score
1970
L. w..'. 72 92 +20
C-~ W. 79 78
- 1
1971
A. c. 79 107 +28
M. D. 82 93 +11
E. L. 81 112 +31
T. L. 97 104 + 7
F. F. 82 107 +25
B. F. 81 99 +18
J. M. 73 87 +14
K. R. 100 III +11
D. R. 78 83 + 5
G. R. 69 91 +22
K. T. 84 93 + 9
D. W;. 88 113 +25
·Tnese children represent two groups from a non-
graded school population. Chronological ages ranges from
8 years to 11 years.
Scope and Limitations
Although the investigation of literature in this
paper was directed to the disadvantaged child, the writer
4
5was specifically interested in the Negro child who attends
the Inner City School. Therefore, more emphasis was placed
on the literature which would help the writer understa~d
the contributing factors which li~mit the "disadvantaged"
Negro child in academic performance as measured by standard~
ized tests.
The writer .hopes that the opinions, both positive
and negative, stated in this paper will be recognized as
opinions only. However, the opinions are those of author-
ities in the field of education, psychology, sociology and
medicine. As such they have motivated the writer to con-
tinue questioning, evaluating and searching for an under-
standing of these opinions in order to respond to the needs
of a child in whatever way he may be "disadvantaged. tti
The review of the literature was limited to that pub-
lished during the last five years except in a few instance~
where the valuable foresight of certain authorities made
contributions which are as current as present-day research
and studies.
Definitions of Terms
Recent literature offers a variety of definitions to
describe the "disadvantaged." For the sake of brevity and
clarity this writer uses the following~
According to Havighurst
Disadvantaged pupils should be distinguised from men-
tally handicapped and physically handicapped pupils.
They are those who have been "denied certain basic so-
cial experiences, in particular certain experiences in
6the family that the majority of children have had. 1
Horn describes the disadvantaged as ••• '~any person,
who for any reason or reasons, is unable to realize his po-
tential fully or to enter the mainstream of life ·in his
cornmunity.2
Many of the children referred to as ttdisadvantaged tt
live in the Inner City. Gorden and Wilkerson define inner
city as
••• the heart or center of the city where housing is ex-
pensive and inadequate ••• there is high mobility. Peo-
ple who live here are hungry, on relief, and often re-
present broken homes. Csime, violence, sex, drug abuse
and alcoholism flourish.
The disadvantaged are often referred to as being
"culturally deprived." Culture is defined by Johnson as
••• a way of life, a design for living that consists
of attitudes, beliefs, practices, patterns of be-
havior, and institutions that a group has developed
in r7spo2se to particular conditions in order to
surv~ve.
In reviewing the literature certain terms describing
lRobert J. Havighurst, "Social Backgrounds:. Their
Impact on Schoolchildren," Reading for the Disadvantaged::
Problems of Lin uisticall Different Learners, ed. by
Thomas D. Horn New York: Harcourt, Brace and World, Inc.,
1970)", p. 15.
2Thomas D. Horn, "Introduction," Reading for the
Disadvanta ed: Problems of Lin uisticall Different Learn-
~, New York:~ Harcourt, Brace and World, Inc., 1969),
p. 2.
3Edmond Gordon and Doxey A. Wilkerson, ComEensatory
Education for the Disadvantaged, (New York~ Cbllege Entrance
Board, 1966), p. 2.
4Kenneth R. Johnson, ft50cial Backgrounds:~. Blacks,'"
Reading for the Disadvantaged, ed. by Thomas D. Horn, p. 30.
7linguistic ability occur frequently and are defined accord-
ing to various authors in the following manner:
Standard Arnerican English:. A socially unmarked variety
of spoken Arnerican English used as a reference point in
school language instructions to increase the individu-
al's repertoire of important and useful ways of commun-
icating. This variety of American English is often
heard on network radio and television newscasts. 1
Dialect:; .t~ ·variety of a languag'e, generally mutually
intelligible with other varieties of that language,
but set off f=orn them by a unique complex of features
of pronunciation, grammar and vocabulary.2
Nonstandard Dialect: The collective patterns of a sub-
cultural group that does not have the prestige of the
collective peech patterns (standard Englis~) of the
dominant eu tural group (the middle-class). .
Bi-dialectalism: A term describing the ability to
use two dialects of the same language effectively.4
The major portion of this paper deals with contri-
buting factors which limit the disadvantaged chi~d in aca-
demic achievement as measured by standardized tests. Scales
has defined standardized tests as::
••• a systematic sample of performance obtained under
1Thomas D. Horn, "Introduction," Reading for the
Disadvantaged, p. 4, quoting educators and linguists at
the Center for Applied Linguistics in Washington, D.C.,
May, 1968.
2Raven McDavid, Jr., "Dialectology and the Teaching
of Reading,ft The.Reading Teacher, XVIII (December, 1964),
p. 207.
3Dorothy SoO Strickland, ":B~ack is Beautiful V's. White
is Right," El~rfi~ntClryEn91ish, XLIX (F~15rUary, 1972), p.
221, citing Kenneth R. ,!ohnson, "The Language Barrier-...A~
Crisis in Eduoatiol' of Sl,nck Children, U (School of Educa-
tion, University of Ill. at Chicago, 1968). (Miffl~o;rAphed)
4 Anna Marie Malkoc and A. Hood Roberts, NCTE/ERIC
Report:. "Bi-Dialectalism: A Special l~eport froln C.AL/ERIC. It
Elementary English, XLVIII (January, 1971), p. 125.
8prescribed conditions, scored according to definite
rules, and capable of evaluation or interpretation
by reference to normal information. Hence, every
standardized test undergoes a tryout or an evaluation
by being given to a typical cross-section of the pop-
ulation or of a particular group. The quality of the
final product depends in no small part on the care
with which this step is carried out. The interpreta-
tion of the test performance obtained is usually based
on comparison with the performance of some standard
reference group. If obtained judgments are to have
any real merit, the standard reference ~roup or norm-
ative group is of paramount ~mportance.
Summary
This chapter called attention to the goals of the
Right to Read effort in regard to the disadvantaged child.
In the statement of the problem, the writer's intention
was to review the literature for factors which limit the
disadvantaged child in academic achievement as measured
by standardized tests. Definitions by authorities in the
field were cited in order to clarify terminology discussed
in this paper.
lEldridge Scales, "Measured: What is the Standard?"
Clearing House, XXXIX (December, 1964), p. 196.
CHAPTER II
REVIEW OF RELATED LITERATURE
Before attempting to discuss the factors which limit
the disadvantaged child in academic achievement as measured
by standardized tests, it is important to examine the pur-
pose for which standardized tests are used.
Purpose of Standardized Tests
According to Cohen, standardized tests are tools,
not ends in themselves and should not be used in the school
curriculum unless their primary goal contributes to pro-
moting learning. The first priority of a test, then, is to
teach. Tests should sample behavior or information that is
important for a child to remember. In order to answer test
questions, the student must think about what he has been
taught and then apply as much appropriate information as he
1
can.
As tools, tests yield diagnostic information the
teacher can use to tailor course content for the need of
the student. Test results may also aid in identifying stu-
IS. Allen Cohen, Teach Them All To Read (New York:.,
Random House, Inc., 1969), p. 57.
9
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dents who are not working at their greatest potential. l
For diagnostic purposes, pretests and post-tests
should be administered to children. Pretesting establishes
what behavior and information a child needs to learn; for
the teacher, the pretests further indicate 'the level and
rate at which he should learn. Pretesting, then, is the
major determinant in each ch~ld's curriculum. Post-test-
ing after instruction allows both the child and the teacher
to observe the quantity and quality of his learning. 2
Tests are further used to evaluate teacher and pupil
performance and to measure the effectiveness of materials
and methods. Evaluation through testing should have a pos-
itive effect and therefore result in progress. 3
Factors Which Limit the Disadvantaged Child in Academic
Achievement as Measured by Standardized Tests
Educators have long been aware of the use of tests
as a means of defining and evaluating problems. Likewise,
they have been aware of many factors which limit children,
especially the disadvantaged, in test performance and edu-
cational achievement.
The so-called crisis in urban education appears to
have materialized in the last few years, contempora-
lL. H. Manson, "Tests are Only Tools," Journal
of Reading, XV (March, 1972») p. 441.
2Cohen, Teach Them All to Read, p. 57.
3Sidney J. Rauch, "How to Evaluate a Reading Pro-
gram," The Reading Teacher, XXIV (December, 1970), p. 250.
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neously with our concern over civil rights and poverty.
In effect, the crisis is in the center of our urban
areas, in the ghettoes populated by the poor and the
minority groups. But the fact that children of minor-
ity groups and/or low-income families do not do as
well in school as middle-class Caucasian children is
not a new problem nor a sudden discovery.l
Limiting factors in socio-economic background.--
Research shows a strong correlation between a student's edu-
cation achievement and his socio-economic background. "Read-
ing test performance and socio-economic status have been
shown to be highly related at all levels." Statistics in
t~lifornia show that the child from a disadvantaged back-
ground falls behind at the rate of three months for every
year he is in school. Thus, at the end of the third grade,
he is already a full year behind the middle-class student.
By the time he enters his teenage years he is two years or
more behind and about to become a dropout. 2
Limiting circumstances of membership in minority
groups.-- Johnson states that ••• "rninor,ity group membership
is not synonymous with being disadvantaged. However, a per-
son's chance of being disadvantaged are increased if he is
black instead of white." His chances for economic and cul-
lWi'lson C. Riles, "Educating Inner City Children:
Challenge and Opportunities,1t Vol. III of Disadvantaged
Child: Com ensator Education: A National Debate, ed. by
Jerome Hellmuth New York: Brunner/Mazel, Inc., 1970),
p. 268.
2Roger Farr, Reading:: What Can Be Measured? (Newark,
Delaware: International Reading Association, 1970), p. 13.
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tural advantages have been limited because of discrimina-
tion. The incomes of black families of every level of ed-
ucation are significantly lower than the income of white
families. l
Consequently, black families have been forced to
live in poor, run-down or negative neighborhoods where
they learn to survive with minimum food, clothing, furni-
ture, heat and the like. The environment in which these
children live restricts the kinds of experiences that sup-
port the instructional efforts of the school. Books in the
home, educational toys and trips to cultural facilities--
all objects and services that satisfy educational needs
outside school for the middle-class chi1d--are experiences
the disadvantaged black child cannot afford. 2
Limitations of environment.-- Although the environ-
ment of the disadvantaged child may be negative because it
restricts his experiences, the concepts and experiences
gained from it are different, not necessarily deficient.
Contrary to the belief of some educators, his environment
is overstimulating. Children who live in a noisy environ-
ment, under crowded conditions and surrounded by activity
are bombarded with stimuli. In order to have peace of
mind, they· learn to shut out excessive stimuli. Consequent-
lKenneth R. Johnson, "Social Background: Blacks,"·
Reading forthe Disadvantaged, ed. by Thomas D. Horn,p. 30.
2Ibid., p. 30
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ly, this habit is carried over into the school where the
child shuts out the instructional stimuli provided by the
teacher. l
Depressed areas are often characterized by homes
broken by divorce, desertion and death. Because of unem-
ployment or employment which does not provide sufficient in-
come for the family, many fathers leave home voluntarily or
are forced to do so in order for their families to receive
financial aid from welfare. The father's absence leaves
the home lacking a male image. The mother is often over-
burdened with the care of the family. She has limited time
for the individual child. All too frequently the child has
little or no conversation with the mother or other adults.
There is lack of encouragement at home to achieve. 2
The positive side of the underprivileged family
should not be ignored. Many children belong to the "extend-
ed family."
There are many parents or parent substitutes. The
home typically includes aunrs, uncles and grandparents~
all of whom may, to some degree, playa parental role.
"The father's absence does not necessarily mean that
a disadvantaged black child is not able to achieve in school."
lIbid., p. 31.
2Robert J. Havighurst, "Overcoming Value Differences,tI
The Inner Ci ty Classroom:~ Teacher Behaviors, ed. by Robert
D. Strom (Columbus, Ohio:~ Charles E. Merrill Books, Inc.,
1966), p. 42.
3Frank Riessman, The Culturally Deprived Child
(New York: Harper and Row, 1962), p. 36.
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The extended family supplies basic needs of love and secur-
ity. When these children fail in school, it is due to
other factors. 1
The inclusion of health as a contributing factor to
success or failure of a child in school cannot be minimized.
The child who is apathetic because of malnutrition,
whose sequence of prior experiences may have been
modified by acute or chronic illness, whose selecti-
vity as a perceiver and whose organizing ability as
.a learner may have been affected by previous exposure
to risks of damage to the central nervous system, can-
not be expected to respond to opportunities for learn-
ing in the same way as does a child who has not been
exposed to such conditions; for the effective environ-
ment of any organism is never merely the objective
situation in which he finds himself, but is rather the
product of an interaction between his unique organis-
mic characteristics and whatever opportunities for ex-
perience his objective surroundings may provide. Thus
there is no reason to think that we can fully compen-
sate the child handicapped by an existing biologic
disadvantage merely by increasing his objective oppor-
tunities for learning in school settings. 2
Horn says that health defects are found more frequently in
socially disadvantaged children than in a typical group of
American children. 3 Illness keeps the child home from school
and causes him to miss important phases of instruction. It
IJohnson, "Social Background:. Blacks," p. 13
2Herbert G. Birch, M.D., Ph.D. and Joan D. Gussow,
Disadvantaged Children: Health, Nutrition, and School
Failure (New York:., Harcourt, Brace and World, Inc., 1970)',
p. 7.
3Horn, Readino for the Disadvantaged :., p. 18.
15
It is clear that asociet~ genuinely concerned with
educating socially disadvantaged children must concern it-
self "with the full range of factors contributing to educa-
tional failure ,among which the health of the child. is a
variable of potential primary importance. n2
To believe that' all socially deprived children from
similar environment, racial and social conditions have the
same educational problems would be a false assumption. Many
of these children are superior in intellectual ability and
if given proper stimulation can be educated to become lead-
ers. "The children of the poor do learn effectively when
guided in appropriate learning experience.,,3
Cultural differences.-- Riessman calls attention to
the positive features in the various cultures of disadvan~
taged groups. Their cognitive styles, mental style or way
of thinking is different but not necessarily deficient. Al-
though most disadvantaged children are relatively sl~w in
lEmerald Dechant, Diagnosis and Remediation of Read-
ing Disability (West Nyack, New York:. Parker Publishing
Company, Inc., 1968), p. 76.
2Birch and Gussow, Disadvantaged Children: Health,
Nutrition and School Failure, p. 9.
300xey A.Wilkerson, "Compensatory Education,"
Conflicts In Urban Education, ed. by Sheldon Marcus and
Harry N. Rivilin (New York: Basic Books, Inc., 1970), p. 30.
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performing intellectual tasks, this slowness is an impor-
tant feature of their mental style and needs to be care-
fully evaluated. Since American culture places so much
emphasis, on speed, a fast child is often classified as
ffsmart" and is rewarded while the slow child is classi-
fied as "dull."l
Hence, the disadvantaged child who is slow in per-
forming often gives the appearance of being a poor stu-
dent. His slowness is mistaken or misunderstood by the
teacher and because of the demands placed upon him in
the school system, "the slow learner then may become the
poor learner.,,2
Metfessel and Seng summarized the low achiever'a
learning style by the following characteristics.
Low achievers characteristically demonstrate a cog-
nitive learning style that responds more to visual
and kinesthetic signals than to oral or written
stimuli. They have a poor attention span when pre-
sented with too many stimuli at one time. Thus,
they tend to persevere longer in a tQ?k involving
one activity. They learn more readily by inductive
than by deductive approaches. They also learn less
from what they hear than their middle-class counter-
parts. They are typically at a marked disadvantage
when placed in a timed-learning and test situations
lFr"ank Riessrnan, "The Overlooked Positives of Dis-
advantaged Groups," Journal of Negro Education, XXXIII
(Summer, 1964), p. 225.
2prank Riessman, The CUlturally Deprived Child
(New York: Harper and RoW, 1962), p. 64.,
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perhaps because of their lack of self-confidence and
negative self-concept. l
Education for the culturally different and disadvan-
taged in the past has not had the same meaning that it has
had for many middle-class Americans. While many disadvan-
taged people have a positive attitude toward education,
their attitude toward the school is a negative one. Their
reasons for education are frequently "vocational oriented"
and the school does not meet their immediate needs; there-
fore, the disadvantaged look upon themselves as second-
class citizens in the schoo1. 2
The cognitive style of the deprived and culturally
different child does not easily make it possible for him
to adapt himself to the "know-how" of school culture and
of the middle-class generally. Listening, answering ques-
tions, taking tests and in later life, fill~ng out forms
for jobs and going for interviews are tasks for which he
is not set to respond because of the oral and written
stimuli. 3 He "may use a great many words with fair pre-
INewton S. Metfessel and Mark W. Seng, "Correlates
with the School Success and Failure of Economically Dis-
advantaged Children," Reading for the Disadvantaged, ed.
by Thomas D. Horn, p. 76.
2prank Riessman, ltThe Overlooked Positives of Disad-
vantaged Groups," p. 228.
3~., p. 229.
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cision but unfortunately not those words useful in or re-
presentative of the school cUlture."l
According to Johnson, many educators, sociologists,
psychologists and others believe that cognitive develop-
ment is impaired by the nonstandard dialect spoken by dis-
advantaged black children. Johnson disputes the argument
of those who adhere to the cognitive deficiency point of
view.
Because nonstandard Negro dialect is different from
standard English, it's not automatically inferior.
Further language is a tool of culture--a pure tool
,of culture. That is, the language of the people is
always adequate to serve their needs--specifically,
the cognitive needs of a people ••• Black children
may lack some of the cognitive skills of middle-
class children; on the other hand middle class chil-
dren may lack some of the cogn~tive skills of black
children. The point of difference is: difference
does not equal inferiority.2
Baratz reports the results of a study which showed
that Negro children performed significantly better than
white children on repetition tasks which involved the use
of non-standard sentences. According to Baratz, black
children are generally not bi-dialectical. When they at-
tempt to use standard English there is evidence of inter-
ference from their dialect. Accurate measurement of l~n-
guage of disadvantaged black children must involve mea-
1Metfessel and Seng, "Correlates with the School
Success and Failure of Economically Disadvantaged Chil-
dren," p. 77.
2Kenneth R. Johnson, "Teacher's Attitude Toward the
Nonstandard Negro Dialect--Let's Change It," Elementary
English, XLVIII (February, 1971), p. 177.
19
sures of their non-standard English as well as their know-
~ledge of standard English. It cannot be concluded that
black children who do not speak standard English are de-
ficient in language development. 1
Language divergence among black, economically dis-
advantaged children is currently being investigated by
many linguists and educators as a causal factor in reading
and academic failure. 2 Goodman states, "the more diver-
gence there is between the dialect of the learner and the
dialect of learning, the more difficult will be the task
of learning to read.,,3
Rarely has past research taken into account the lan-
guage of learning in the child's home. According to Spence,
" ••• much of the available research fails to establish clear
relationships between classroom performance and factors in
the child's home environment." Transmission of information
to children is affected by the difference between the 1an-
guage patterns used in school and language patterns used
in disadvantaged homes. 4
lJoan C. Baratz, uBi-dialectal Task in Determining
Language Proficiency in Economically Disadvantaged Negro
Children," Child Development, XL (September, 1969), p. 889.
2Dorothy s. Strickland, "Expanding Language Power of
Young Black Chi ldren:. A Literature Approach," Better Read-
ing in Urban Schools, ed. by J. Allen Figurel (Newark,
Delaware:. International Reading Association, 1972), p. 9.
3Kenneth S. Goodman, "Dialect Barriers to Reading
Cornprehension,n Elementary English, XLII (December, 1965),
p. 855.
4G. Allyn Spence et al., "Home Language and Perfor-
mance on Standardized Tests, "Elementary English, LXXI
(March, ,1971), p. 309.
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Before the child enters school his foremost instruc-
tors have been his parents. Differences in mental ability,
cognitive styles and language development have already been
influenced by interactions between child and parent. These
interactions can either raise or block the young child's
ability to adopt the role of pupil when he enters the for-
mality of the school classroom. l
According to Hess and Shipman, the mother's language
elaboration and how she feels about education, the school
and her own ability to deal with the school system is 5ig-
nificantly related both to the child's cognitive abilities
and to his behavior in the school setting. For the major-
ity of lower-class mothers, the school image is not one
where the child has the opportunity for learning but is
rather a place where he must follow rules and obey the
teacher.
It represents an orientation toward authority and
toward learning which has indeed been t'aught by the
mother and by the community environment and which
need~ to be modified through experiences with teach-
ers.
The child's early development determines to a sub-
stantial degree how much profit he can derive from ~ater
experiences. His background may be deficient in language
development. He may have already developed an attitude of
1 A~. Harry Passow, ed., Reading the Disadvantaged.
Learner (New York: Teachers College Press, Columbia
University, 1970), p. 38.
2Robert Hess and Virginia ShipmaIl' "Early Blocks to
Children's Learning," Children, XII (S;eptember--October,
1965, p. 190.
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expecting failure. Most important, he may lack both the mo-
tivation to learn about his world and the background of con-
cepts that will make later learning possible. 1 .
There is considerable evidence that a major deterrent
to learning among all types of minority students is the neg-
ative self-image that students often possess. The child's
perception of himself develops in a large sense out of the
responses he receives from others. A child whose self-con-
cept is negative when he enters school usually discovers
early that he cannot meet the expectations of teachers and
fears their disapproval. 2
Psychologists have long known that "feelings are
facts," that if you are rejected for reasons beyond
your control you tend either to withdraw or to be-
come overly aggressive. If you feel unloved, you
cannot love; if you feel unworthy and unable, you
cannot achieve. 3
According to Pertz, the disadvantaged child's self-
image and self-identity depends very much on the rating,
norms and values set by peer groups. They are the "signi-
ficant others ff in which he sees his self-image and reaches
lRoslyn O'Brien and Phillip Lopate, "Preschool Pro-
grams and the Intellectual Development of Disadvantaged
Children," ERIC Clearinghouse on Early Childhood Education
(Urbanna, Ill., College of Education, University of Illi-
nois, 1968), p. 2.
2paul H. Bowman, "Improving the Pupil Self-Concept,"
The Inner-Cit Classroom:: Teacher Behaviors, ed. by Robert
D. Strom Columbus, Ohio: Charles E. Merrill Books, Inc.,
1966), p. 79.
3Muriel Crosley, "Meeting the Needs of Other Diver-
gent Learners," Administrators and Readin , ed. by
Thorsten R. Carlson New York:. Harcourt, Brace Jovanovich,
Inc., 1972), p. 200.
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self-appraisal. "The child who moves toward the authority
of the school and its goals may find himself in a limbo of
non-identity."l With the low socio-economic child the impo-
sition of learning to read often represents an act of ag-
gression by an unfriendly outside authority. It's "out-
side" because his parents rarely punish him for academic
failure and his peer group rewards him for acts which chal-
lenge authority.2
Fights and aggressive verbal and physical behavior
are other factors which contribute toward limiting success
in the academic situation. "Low-income families tend to
tolerate less aggression within the family, either verbal
or physical." However, these parents are more tolerant of
aggression against those outside the family when such seems
justified. Frequently in middle-class children, hostility
is directed against parents. But in the case of the lower-
class child, where there is a reading disability, the act-
ing-out behavior will be against the teacher, school and
3peers.
Standardized Test Limitations Which Affect
Appraisal of the Disadvantaged Child
Thus far, the writer has made an effort to review
l~oris L. Pertz, "Urban Youth, Nonstandard English
and Economic Mobility," Elementary English, XLVIII (Decem-
ber, 1971), p. 1015.
2Staten 'V'lebster, "Crucible of the Urban Classroom, ",
The Conditions for Educational E ualit', ed. by Sterling M.
McMurrin New York:: Committee for Economic Development,
1971), p. 86.
3~., p. 84.
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the literature for factors which influence and limit the
disadvantaged child in academic achievement and in turn,
test performance. One of the most important factors under
discussion today is the limitations of standardized tests
especially when used to assess potential and reading achieve-
ment of the disadvantaged child.
The development of the standardized test is seen as
a response contingent upon the rapid growth of education
in the United States. Some means of identifying the intel-
lectual capacities of pupils in the schools was necessary.
Inadequate definitions of scope and object.-- Accord-
ing to Zach, difficulties were proliferated in proportion
to the number of tests developed. She states that perhaps
the greatest failure of the testing movement in the United
States was the fact that "intelligence was only vaguely
defined by the test maker, but the tests were used. to de-
fine intelligence_ttl
The cultural background can make a difference of as
much as eight months in the linguistic development of chil-
dren. Worley and Story quote McCarthy as stating that the
social environment can either hamper or enhance language
development because the content of speech is culturally de-
termined "and that its importance can~ot be overemphasized. 2
lLillian Z'ach, "The IQ Debate, tt Today's Education,
LXI (September, 1972), p. 42.
2Stinson E. Worley and William E. Story, tfSocio-eco-
nomic Status and Language Facility of Beginning First Grad-
ers, tt Reading T f2acher, XX (February, 1967), p. 400.
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Factors affecting and limiting test performance.--
Among the factors which affect test perfo~mance are speed,
schooling, environment, language facility, motor co-ordi-
nation, physical handicaps, socia-economic class and others
as yet not isolated. These factors may affect test per-
formance individually or in combination. Adler indicates
that these factors cause many psychologists, some anthro-
pologists, and sociologists to question even the possibil-
ity of constructing a test which is free from cultural
lOadings. l
Other authors, such as Karp, emphasize the difficul-
ties of constructing a Culture Fair Test. The approach of
test constructors in this regard has been to minimize ver-
bal items and emphasize items requiring the other percep-
tual and motor functions. However, since interests, work
habits, and problem solving attitudes originate largely
from cultural conditions and influence the development of
specific abilities, it cannot be assumed that nonverbal
tests rnorenearly approach culture fairness than do verbal
tests. The resulting constellation of factors sampled
through measuring intellectual traits often reflect the
values of the particular cUlture. 2
lManfred Adler, "Intelligence Testing of the Cultur-
ally Disadvantaged: Some Pitfalls," Journal of Negro
Education, XXXVII (Fall, 1968), p. 368.
2Joan M. Karp and Irving Sigel, "Psychoeducational
Appraisal of Disadvantaged"Children," Review of Education-
al Research, XXV (December, 1965), p. 404.
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In recent years, the black community has become more
and more vociferous in its objections to the mental test
as being biased against them.
The outcry has been especially strong against group
testinq because these tests depend almost entirely
on the child's ability to read. Since the child has
to rear.. the questions in order to answer them, blacks
questio:"~ whether the test measures capacity to learn
or ability to read. They also argue that IQ tests
are self-fulfilling predictions. A child with a low
IQ. score is placed in slow learning classes, where
he 1ea1ns less, thereby supporting the originalscore.
All reading tests are unfair to children having lang-
uage handicaps unless the purpose of the test is to ascer-
tain the degree of the handicap.2 The discrepancy between
a child's language facility and verbal materials of stand-
ardized tests is realized more acutely in group intelli-
gence tests.
Since the skills involved in learning to "read" a
picture are apparently learned through examining
pictures in books and other sources, asking questions
about them and being stimulated to make judgments
about these pictures, disadvantaged ch~ldren often
have not yet developed these skills •••
Arguments such as this have prompted many major
school systems to abandon group intelligence testing. In-
dividual tests such as the Stanford-Binet and the Wechsler
Scales are less subject to criticism. The administration
lZ;ach, "The IQ Debate," p. 43.
2Karp and Sigel, UPsychoeducational Appraisal of
Disadvantaged Children," p. 405.
3Nicholas C. Aliotti, "Ability to 'Read a Picture'
in Disadvantaged First Grade Children," The Reading
Teacher, XXIV (October, 1970), p. 4.
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of these tests requires a psychologist or trained clinici-
an who is able to evaluate better to what extent a given
child's performance is influenced by emotional, motivation-
al, educational and socia-economic factors. 1
Pettigrew maintains that even the race of the exami-
ner can and often does interfere with the validity of the
test. Even two-year-old Negroes seem verbally inhibited
when tested by a white. He also stated that Negro children
generally evidenced verbal comprehension superior to their
verbal communication. One investigation had students of
both races tested alternately by Negro and white examiners.
For both groups, the mean IQ was approximately six points
higher when the test was administered by an examiner o~
their own race. 2
Positive and negative aspects of individual intelli-
gence tests.-- Although individual tests such as the Stan-
ford-Binet and Wechsler Scales are acceptable in some re-
spects, they fall within the range of criticism because
the standardized population used in norming these tests
was so different in background, experience and quality of
education that the validity of interpreting test results for
lZach, "The IQ Debate," p. 43.
2Thomas F. Pettigrew, "Negro American Intelligence:,
A new Look at an Old Controversy," Journal of Negro Edu-
cation, XXXIII (Winter, 1964), p. 17.
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disadvantaged children is questionab1e. 1 The inadequacy of
standardized norms for Negro children not only affects
their scholastic placement, but they are later hired or ad-
vanced on the basis of performance on such instruments. 2
Riessman indicates that individual IQ tests are not
standardized for the underprivileged child when he suggests
that performance tests should be employed wherever possible
because of the vocabulary limitations of the disadvantaged
chi1d. 3
Riessman also points out the penalizing effect of
timing which is such an important component of most stan-
dardized tests. The brief exercises and the general accent
on speed in particular, work against the deprived child.
His style is slow and cautious. It takes him a long time
to become involved in problems and his potential will not
easily be evidenced on short speed-oriented tasks. It has
also been observed that children from minority groups work
rapidly and randomly when speed is demanded, seemingly to
"extricate themselves from the discomfort of the situa-
tion.,,4
Perversion of test results.-- While there is no ques-
tion that·IQ tests supply information, the concept of the
ISca1es, "Measured:, What is the Standard?" p. 198.
2Ibid., p. 199.
3Riessman, The Culturally Deprived Child, p. 60.
4Ibid., p. 24.
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IQ as a valid measure of intellectual capacity and poten-
tial has doomed many disadvantaged students to levels of
educational attainment far beneath their potential. l How-
ever, the failure lies not in the mental tests themselves,
but in the perversion of the test results. Their limita-
tions must be clearly understood and teachers should'use
such scores as "tentative" indicators and predictors of
performance--not as infallible measures of ability.2 zach
states that "it is both unfair to the person tested and to
the test itself to say that the scores of anyone individ-
ual represent support for broad statements concerning hu-
man development.,,3
The Limitations of Standardized Reading Tests
In order to evaluate growth in reading validly by
comparing the performance of a particular class with that
of a national norm, it is important to be sure that the
population on which the test has been normed is comparable
to the class on which it is being used. Socio-economic
class, intelligence levels, and geographic area are varia-
bles which are relevant to growth in reading ability.4
lWebster, "Crucible of the Urban Classroom," p. 97.
2Ralph Kolstoe, ."Uses of Test Resul ts," Childhood
Education, XLIV (November, 1967), p. 167.
3zach , "TheIQ Debate," p. 66.
4Farr , Reading: What Can Be Measured'?, p. 142.
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Not standardized and normed for minority groups.--
Serious questions have been raised concerning the validity
of interpreting reading achievement test results for dis-
advantaged children when the standardized populations to
which they are compared are different in background ex-
perience and quality of education.
In most instances the disadvantaged child is compared
with middle and upper-class children who have been
exposed to more sybstantial and stimulating education-
al circumstances.
CUlturally-biased reading selections~-- Although cul-
ture-fairness relates, primarily to IQ tests, all reading
tests are culturally unfair to children having language
handicaps. Reading selections of many popular tests "turn
off" minority groups instead of creating rapport. Also it
is possible that a pupil who speaks and thinks in a dialect
may need more than the normal time limits to render a pas-
sage in standard English into language of his thought. 2
Discrepancies between tests in achievement results.--
In using standardized tests for diagnosing reading problems
of disadvantaged children Cohen says that test norms are
the least important factors to be considered.
lKarp and Sigel, "Psychoeducational Appraisal of Dis-
advantaged Childre~,u p. 403.
2Eric Brown, "The Bases of Reading Acquisition,"
Reading Research Quarterly, VI (Fall, 1970), p. 56.
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What the teacher needs to know is the specific reading be-
haviors in which a student is relatively weak or strong,
not how he compares with thousands of others. For this
purpose the teacher should use a lower-level standardized
test to help diagnose a student's reading skills. l
The need to experience success is deemed particular-
ly important for children of a deprived socia-economic
background. Farr states
••• the effect of using an inappropriate test with a
student is a serious problem. If a test does not in-
clude enough lower limit for a poor reader and enough
upper limit for a good reader an ~naccurate estimate
of reading ability results. 2
While the reading comprehension test furnishes use-
fu1 knowledge about a child's performance, it can go astray
in many ways. Its diagnostic value and measure of school
success or a child's real abilities is questionable. 3 Part
of the difficulty lies in the definition of comprehension
as defined by test publishers, classroom teachers and
school administrators. Since the goal of diagnostic teach-
ing is to provide instruction based on individual needs and
to determine progress toward specific goals, it is impor-
tant that classroom teachers, administrators and test pub-
lS; Alan Cohen, "Senior High School Level: Grades
10--12," ed. by Thomas D. Horn, Readj.ng for the Disadvan-
taged, p. 216.
2Farr, Reading:' What Can Be MeasuredZ;\ p. 16.
3A• N. Applebee, "Silent Reading Tests: What Do They
Measure?" School Review, LXXX. (November, 1971), p. 87.
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lishers are in reasonable agreement concerning goals. Other-
wise, consequences are disastrous for education in general
and for children in particular. l
Discrepancies in grade level achievement between dif-
ferent reading tests vary greatly. What happens to scores
when they ar~ translated from raw counts of the number of
items correct into "grade-equivalent" scores is worth not-
ing. On some tests, a one-item difference in a raw score
is equal to at least two months difference in grade level
and at some points in the scale i~ equal to more than a
year. According to Applebee, ttstanines give a more accu-
rate picture of achievement differences.,,2 However, there
are points on these scales where two items shift a score a
standard deviation or more. It is usually at the upper end
of the scale that single item differences make the most
differences in levels of achievement. For students having
reading p~oblems such tests are likely to provide the
least accurate assessment. 3
Poorly-designed test formats and instructions.--
Poorly-designed formats and instructions on some tests are
often inadequate for the disadvantaged child. This is es-
pecially ~rue for the young child. The blame may perhaps
IHoward F. Livingston, "What the Reading Test Doesn't
Test--Reading," Journal of Reading, XV (March, 1972), 'p.
92. 2
Applebee, "Silent Re~ding Tests:" P. 92.
3~., p. 93.
32
be attributed to the test-makers who have not given con-
siderable con~ern to this area. Gaffney and Maguire re-
port a study which indicates
••• the data gained by means of an answer sheet from
students in grades two and three did not meet accept-
able validity standards regardless of the instructions
given to the children. 1
Limitations of Oral Reading Tests
Oral reading tests have been used extensively to di-
agnose reading in general. Their worth as a valid device
of measuring reading achievement is a source of contro-
2
versy.
The disadvantaged child of a minority group often
scores low on oral reading tests. Because his oral dialect
is often different from the written dialect, he may omit
the plural marker or fail to sound the past tense on words
he reads. Errors of this type are no indication that he
cannot read but it may mean that he is a dialect speaker
and reads the way he speaks. It is evident that the de-
velopment of a more extensive series of re~ding passages
that utilize the patterns of oral language structure used
3by the disadvantaged child is sorely needed.
lRi'chard F. Gaffney and Thomas O. Maguire, ttUse of
Optically Scored Test Answer Sheets with Young Children,"
Journal of Educational Measurement, VIII (Summer, 1971),
p. 106.
2Farr , Reading:' What Can Be Measured'?, p. 87.
3Stanley F. Wanat, "Language Acquisition: Basic
Issues," The Reading Teacher, XXV (November, 1971), p. 146.
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These sources are just a sampling of the research a-
vailable indicating the inadequacies of standardized read-
instruction. "The major obstacle in testing and measure-
ment today is the lack of a clear understanding of what
the reading process entails. ttl
Summary
Although the research in this chapter is rather limi-
ted, the writer has attempted to make an inquiry into pos-
sible causative factors which limit the disadvantaged child
in academic achievement as measured by standardized tests.
Such vari~bles as ethnic and socia-economic background, ex-
periences, environment, health, linguistic ability, cogni-
tive development and self-concept are a few of the important
factors in the life of a child which prepare him for the
academic situation. Limitations in one or several of these
influence to some extent the child's behavior and perform-
ance in learning.
S,tandardized tests are recognized as "tools" of some
value in gaining diagnostic information in order to aid
teachers in meeting the needs of individual children. 'How-
ever, research indicates that standardized tests do not ade-
quately meet the needs of the child for whatever reason he
-j
is designated as "disadvantaged." It is apparent that
classroom teachers, school administrators and test publish-
ers must collaborate more closely and share a reasonable
comparable goal for the use of these tests.
1Farr , Reading: What Can Be MeasuredZ, p. 215.
CHAPTER III
IMPLICATIONS FOR TEACHERS
The purpose of this chapter was to search for find-
ings or suggestions that have implications for teachers
whose privilege it is to work with children who are "dis-
advantaged." The writer wished to relate these findings
to the review of the literature in the previous chapter
and to draw some conclusions as to how teachers can be
helped toward a greater understanding of the problems con-
fronting the disadvantaged child attenqing the Inner City
school.
Understanding Problems of the Disadvantaged Child
To stimulate, cause and arrange for better learning
is the special mission of the classroom teacher. This is
especially true for the teacher whose work is with children
attending the Inner City school. In her endeavor such a
teacher must be cognizant of the problems of the disadv~n­
taged child--his cultural and social background, his self-
image and his motivational needs.
Cultural and social problems.-- It is of prime impor-
tance that the teacher recognize that often the disadvan-
taged child is a combination of two heritages or cultures--
his original heritage and background and his acquired heri-
tage and social background. The experiences of the school-
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age child in his home environment often militate against
those he acquires at school. The customs and values of his
parents are often opposed to those customs and values which
influence his life at school. l
When aspects of the child's home culture are consider-
ed the knowledgeable teacher will seek to establish a rela-
tionship between the two cultures which will have a unify-
ing effect. Acculturating the child into the mainstream
culture, while helping him to understand the strengths of
his original heritage rather than simply stressing superi-
ority of an acquired culture, will be less painful when un-
derstanding of the dual nature of the child's culture takes
2place.
Language problems.-- Many authorities in the fiel~
of linguistics and education attribute academic failure a-
mong children of minority groups to dialect differences and
non-standard American English. Rystrom states, " ••• despite
the reasons for wishing there were such a dialect there is
no such thing as standard English." He strongly recommends
the need for carefully designed and systemat~c research to
determine ,if dialectal differences can be considered as one
lAntoinette C. Davino, "Reading Programs for the
Afro-American," Meetin Individual Needs in Readin , ed.
by Helen K. Smith Newark, Delaware: International Read-
ing Association, 1971), p. 94.
2Miriam L. Goldberg, "Socio-Psychological Issues in
Educating the Disadvantaged," Urban Education in the 1970's
ed. by A. Harry Passor (New York: Teacher College Press,
Columbia University, 1971), p. 86.
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of the inhibiting factors contributing to reading disabil-
.. 1J.t1..es.
Thus it is important for the teacher of children with
dialect differences and language variations to recognize
her responsibility in ,accepting with understanding and em-
pathy the language the child uses to communicate his needs
and thoughts. This does not imply that other acceptable
forms of English should not be taught but rather they should
be taught as alternate or substitute forms which the child
will have at his command when he needs to communicate ef-
fectively outside his home and environment. 2
Self-concept and motivational problems.-- The achieve-
ment of success in helping the disadvantaged child to func-
tion effectively in a regular classroom setting is due in
great part, to instill in the child a positive outlook. The
child with a negative view of self is a child who will not
be able to profit much from school. He is not motivated to
learn. The climate of the school should be appropriate to
the learner and set realistic standards for the child. 3
The most effective teachers of disadvantaged children
are those who make sure that each child experiences
lRichard Rystrom, ItCoveat Qui Credit (Let the Believer
Beware)," Journal of Reading, XVI (December, 1972), p. 237.
2Doro,thy Ebert and L. Jean York, "Implications for
Teachers: Primary Level: Grades 1-3," Reading for the
Disadvantaged, ed. by Thomas D. Horn, p. 180.
3C .rosby, "Meeting the Needs of Other Divergent Learn-
ers," p. 200.
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daily success in small ways in the classroom~ No
other task is more important, especially in the pri-
mary years than that of giving a child the feeling 1
that he is important and that he can achieve success.
Meeting Special Needs
Health.-- As mentioned previously, many children
from disadvantaged areas experience academic failures as
a result of frequent absences due to illness. Other chil-
dren are victims of severe social, emotional and physical
problems that interfere with learning. The problems are
often acute, and it is impossible for children to make
satisfactory academic progress unless some attempt is made
to relieve them. For this reason, it is vital that the
school that hopes to meet the needs of such children must
have knowledge of direct referral channels to community
agencies that are equipped to meet the specialized physical
and mental health needs of chi1dren. 2
Teachers, especially primary teachers, play an impor-
tant role here. The earlier a child's special physical or
mental health needs are discovered and treatment is begun,
the better are his chances for academic success.3 There-
fore, teachers must avail themselves of the opportunity to
use these supportive services and to obtain the training
1Ebert and York, "Implications for Teachers:" p. 190.
2Ibid., p. 184.
3Birch and Gussow, Disadvantaged Children: Health,
Nutrition, and School Failure, p. 17.
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that will enable them to readily observe these needs in
children.
Methods and materials.-- In the United States the
schools are largely dominated by middle-class teachers and
administrators. Therefore the culture of the school re-
fleets and points to the goals and objectives of the middle-
class. With such a curriculum the culturally-different
child is threatened and his growth impeded. Such a curri-
culum does not deal with the kinds of problems faced by
most children coming from culturally-deprived homes and
communities. l
The learning style of the disadvantaged child is usu-
ally slow and cautious. His attention span may be short.
Concrete concepts promote facility in learning whereas the
abstract usually leads to confusion. It is the task of
the teacher to select a combination of materials and meth-
ods which best enables the child to meet his needs and to
experience success daily in the classroom. 2
Part of the ta"sk of successfully teaching the disad-
vantaged child is in expanding the number and quality of
experiences -these children have. Inner-city children thrive
on stimulation, motivation, care, interest and challenging
lMargaret Baker Green, "Improving the Meaning Vocab-
ulary of Inner City Children," Reading Goals for the Dis-
advantaged, ed. by J. Allen Figurel (Newark, Delaware:
International Reading Association, 1970), p. 133.
2Figurel, Reading Goals for the Disadvantaged, p. 3.
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content material. Teachers can assist in this expansion of
experience by making provision for such in the curricu1um. 1
However, .Figurel warns middle-class teachers who teach in
Inner City schools against spending too much time in "trying
to make over disadvantaged children into children with mid-
dIe-class mores." Such teachers strive to bring about
change by providing poor children "with all the 'middle-
class niceties' they have been denied, but in doipg so, de-
prive these children of academic activities which would
make a greater contribution toward reading progress • .,2
Teacher Implications in Regard to Testing
Evaluation is an integral part of the instructional
program and should provide information which can be used in
improving instruction. Measurement has value to the extent
that it results in better decisions which directly affect
the pupil. These decisions include the adaptation of ma-
terials and instructional procedures to the needs of the
child, diagnosis of his strengths and weaknesses, the ex-
tent of his skills. They also provide a model to show
. 3
what is expected of h1m.
1Ebert and York, "Implications for Teachers: ft p. 188.
2Figure1, Reading Goals for the Disadvantaged, p. 4.
3A•· N• Hieronymus, ftEva1uation and Reading: Per-
spective '72." The Reading Teacher, XXVI (December, 1972),
p. 265.
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Children are individuals and must be treated as such.
Hence, it is imperative that the teacher of the disadvan-
taged child should be alerted to the limitations of tests.
As Shepard states, "The first thing I ask is to quit teach-
ing by IQ." He pointed out that the IQ is not a true in-
dicator of ability. Background and experience, according
to Shepard, affect academic performance. Often teachers
are biased by IQ test results and expect the child to per-
form according to the potential indicated by such a test.
Forgetting the IQ and working with and motivating the dis-
advantaged child will often yield better results. l
In the selections of tests the teacher should be
mindful that
Deprived children are less test conscious and are not
accustomed to being evaluated. They have poor audi-
tory habits, do not concentrate sufficiently on the
examiner's instructions, nor pick up examinations
readily, and in general are lethargic, apathetic,
and ill at ease in the testing "situation. 2
The selection of tests should closely relate to the needs
of the children. The test should be relevant, accurate and
hold promise of little frustration. C~nsideration must be
given to the differences in the linguistic and cultural
backgrounds of disadvantaged ..' children.
Teachers should be cognizant of the fact that norms
are not t~e all-important factors in determining test re-
lFriggens, "Sam Shepard's Faith," p. 20.
2R -~essman, The CUlturally Deprived Child, p. 60.
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suIts. They must take into consideration the element of
"chance" existent in the pupils answering of certain ques-
tions. Frequentl~ post-test scores are the same as the
pre-test scores but are more likely to indicate an accu-
rate index of a child's actual reading ability.l
The teacher's own informal observations of growth are
more significant than any other measures. As the teacher
herself becomes more sensitive to the needs of her pupils,
prescriptive teaching will follow. In addition to obser-
vations, informal tests based on the child's background and
experiences will yield a wealth of information useful to
the teacher. Such tests will help to develop in the teacher
an awareness of the specific needs of her pupils. 2
Teacher Training for Disadvantaged Children
Training teachers for working with disadvantaged chil-
dren in Inner City schools has become a major point of crit-
icism. The current system provides teacher education courses
prescribed by agencies that are often far-removed from the
real-world needs of the teacher. This system ignores the
reality that teaching competencies and knowledge vary ac-
cording to the location of the school districts and the 10-
cation of the school within a given district. Emphasis is
1Parr , Reading: What Can Be Measured?, p. 149.
2Ni1a B. Smith, Reading Instruction for Today's
Children, (Englewood Cliffs, New Jersey:' Prentice-Hall,
Inc., 1963), p. 298.
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on teacher certification rather than on teacher effective-
1
ness.
Clark is of the opinion that the most significant
areas in which teachers of the disadvantaged are deficient
are in social and cultural anthropology and psychology in
terms of understanding the nature and characteristics of
human differences. 2 In far too many situations, teachers
do not possess the attitudes, understandings and skills
needed to carry out innovative progr,ams successfully. In-
stitutions of higher learning are "derelict in fulfilling
their responsibilities in providing the in-service programs
which will bridge the gap between teacher competencies po-
ssessed and those which are reQuired.",3
In-service training in reading cannot be ignored if
the needs of the disadvantaged and/or culturally different
child are to be met. Reading is the tool for inducting the
child into his culture most .economically and basically. Dif-
ferentiating instruction begins in the reading class. The
teacher must be able to diagnose individual instructional
needs and provide for the disabled reader. In-service
training, therefore, must be geared toward the specific
IBill Blanton, "Performance-based Teacher Education,"
The Reading Teacher, XXV (March, 1972), p. 579.
2Kenneth Clark, "Education in the Ghetto: A Human
Concern," Urban E".ucation in the 1970's, p. 99.
3phylliss Adams, "Institute in Reading for Teachers
of Culturally Disadvantaged Children,ft Childhood Education,
XLIII (April, 1967), p. 463.
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needs of the disadvantaged child in his own cultural set-
t - 1~ng.
Summary and Conclusions
The writer has attempted to bring together data
which contribute toward an understanding of the disadvan-
taged child and the factors which limit his academic per-
formance especially in reading.
The measuring of ability and school progress for
many years has depended almost entirely on long-used stand-
ardized tests. In discussing factors which limit disad-
vantaged children in academic p~ogress, the writer re~
viewed current literature regarding the uses and abuses of
tests as a means of assessing potential and achievement of
these children.
One of the conclusions reached by the writer was
that Inner City school systems are caught up in the "snare"
of the use of standardized tests as a means of evaluating
the progress of children and indirectly, the effectiveness
of teachers.
Children are assigned to groups, graded, promoted
or retained partly in terms of now they perform on tests.
The impact of test results not only affects the classroom
but sometimes entire school systems and communities at
large.
1Joseph B. Tremonti, ·"The Training of Reading Teach-
ers for the Disadvantaged," Better Reading in Urban Schools,
ed. by J. Allen Figurel, (Newark, Delaware :;. International
Reading Association, 1972), p. 72.
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Since federal and state funds have been allocated for
the use of schools and in particular, the Inner City school,
assessment and appraisals have been enforced as a means of
determining the pupils and school to which these funds will
be available. Most often these appraisals take the form of
the standardized test. Experienced teachers who work with
the culturally different and/or deprived child question the
validity of these test results as fair criteria for obtain-
ing federal and state aid.
The results of such test data are frequently brought
to the attention of the pUblic through news media. The
analysis of these data is often inaccurate. The public
is further led astray when the news media show comparisons
between school systems. These comparisons seldom take in-
to account socia-cultural background, quality of teachers,
economic status and the many other factors which contribute
to maximum learning environment. Unfortunately reports of
this nature encourage the lay public to conclude that teach-
ing is poor in schools where children do not achieve the
national norms. This implication affects the morale of
teaching staffs and administrators. 1
From the review of the literature it was apparent
IFrederick B. Davis, "Reporting Test Data in tthe
Media: Two Case Studies," The Reading Teacher, XXVI
(December, 1972), p. 309.
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that teac~ers and school administrators hold in their hand
the key to successful teaching of deprived and cUlturally-
different children. To a degree, they need to ignore
test results for administrative purposes while at the same
time work toward making test publishers and other profes-
sionals removed from the "real'-world" of teaching aware,
that if standardized tests are to be the instruments of
appraisal, then standardization and content must meet the
needs of the population on whi~h the tests are being used.
In the use of test results, teachers must realize
the danger of the "self-fulfilling prophecy" of expecting
and consequently, finding a low level of achievement. The
key words for teachers of the disadvantaged are respect
and expect. Shepard's. statement--"don' t teach as if you
pitied these poor slum kids. They're not stupid~f--points
out that more than empathy is required if teachers are ex-
pected to make school significant in the lives of these
children.
The role played by the teacher will be the most
significant factor in the attainment of the goals of the
Right to Read effort in the next decade. Teachers must
understand the reading process well enough that they can
be true facilitators of learning. In umderstanding what
children do as they read, teachers will be able to pro-
vide instruction that is relevant to the learner regard-
IF · ,r~ggens, • Sam Shepard's Faith," p. 20.
.", P'
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less of his background. "Process oriented" teachers will
not be led astray by a false understanding of evaluation
instruments.
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